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Teachers in the Tucson Early Childhood Education
Model (TEEFM) are being encouraged to employ "the professioaal
response" in classroon interactions to stimulate pupil thinking. The
teacher uses the professional response when she responds to a child
in such a way as to invite him to recall previous erxperiences and to
predict in terms of these, to categorize, to thinl. about his
response, to become descriptive and specific, and to strenagthen the
meaning that words and phrases have for him. Teachers and «ides are
trained to utilize (1) reintorcement, (2) indivicdualication, (3)
eodeling, and (4) orchestration (identitying sxills to evolve out of
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ability to pick up cues from the total classroom envitonmeat. The
teacher must listen to pupils so that she vill keep the environment
in tune with their interests and development. Two TEEM checklists for
teacher self-cvaluation are appended to this theoretical model of the
teacher's role in teacher~pupil interactions. Both checklists nray
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The Professional Response1

Carol L. Rubow and Joseph M, Fillerup2

If teaching may be described as decision-making
in interaction, then the product of the teacher's

decision is the response he makes to the child or
group with whom he is interacting (Hughes, 1959).

What Is Teaching?

( +er the past decades numerous attempts have been made to iden-
tify, define and measure "effective teaching.' These efforts have led
writers to conclude that teaching is, indeed, a very complex act. Biddle,
in hls review of attempts to measure teacher effectiveness, concludes
that the problemn of teacher effectiveness is so complex that no sre to-
day, knows what the compztent teacher is (1964}, Although, as Gage has
pointed out, the literature on teacher competence is overwhelming, with
bibliographies on the subject becoming almost unmanageable, the results
of these studies are mosnt disappointing, Why is so little known about
teacher effectiveness? Gage suggests two answers: confusion and the
complexity of the problem (1960), Within Barr's historic work on mea-
surement and predication of teacher efficiency there is a somber note
of diszppointment, tut also a cue to what later researchers have emnha-
sizea as the heart of the teaching act. After his summary of the dis-
appointing and inconsistent results «f twenty years of work, Bary 'vrote,
"Teaching effectiveness may be essentially a relationship between
teachers, puplls, and other persoas directly concerned with the educa-
tional undertaking' (1952), Later researchers have emphasized within
their definitions of teaching the interactions which occur in the classroom
as teachero interact with children, children intera:t with children, and
both teacher: and children interact within the total classroom environ-
mant,

Marie Bughes defines teaching a8 "interaction used in its dictionary

sense of mutual or reciprocal action or influence' {1963}, Hughes gees
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on to describe this classroom interaction:

Interaction is far from static or simple, On the
contrary, it is dynamic and «~rmplex. New ele-
ments constautly enter the :..-.!ion, One begets
another, The t2acher acts, the pupils respond,
The children respond to one another, and the
teacher, in turn, responds to their interaction,
Even an act that ignores the act of another is
still a response and has its effect on the situa-
tior. (1558),

Interaction, as defined by Hughes is the dynamic within which learn-
ing takes place, The student's influence aitempts arc guided by his
search for competence, his reach for his own identity, and his defense
or protection of himself, The teacher's i~tent to instruct in such a
manner as to change the behavior of the student and the student's re-
iponse in terms of his own idiosyacratic system form the dynaniics with-
in whick the interaction in the classroom takes place. This interact'von
further implies the importance of three factors: (1) tne teacher's point
of view about tne learner and learning; (<) the teacher's view concerning
individuality ¢f the learner; and {3) the teacher'e understanding of the
fact that the child may be eager to accept 2as well as be resistent to
teacher influence attempts, Thie point of view, as Hughes points out
rejects the idea that the learner is vassive; a receptacle to be filled; or
an object responding mechanically to stimuli that ie rewarded or pun-
ished (1958},

Supporting the definition of t2aching as "interaction' is the AFTA
Committee on the Handbook of Research on Teaching. This committee

dcfined teaching as: 'a form of interpersonal influcnce aimed at chang-
ing the behavior potential of another person,,, the teacher's behavior
must gain its influence through being perceived by the learner' (Gage,
1963)., Prescott defined 'the crux of the educative process' as being
what teachere say and do and how they feel when Irteracting with children
in the classroom (Gage, 1943),
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The growing body of literature dealing with the study of teacher-
pupil interactions has received great impetus from the work of Ned
Flanders, The development of his interaction analysis matrix has allow-
ed researchers to study and measure specific verbal interaction which
takes place within the classroom, Flander's work has bren influenced
by numerous researchers who have been involved in attempts to measure
interaction factors affecting the behavior of children, Such classic
studies as Anderson and Anderson, 1937; Lewin, Lippit and White, 1939;
Whithall, 1949; Cogan, 1956; Bales and Strodbeck, 1951} and Zimmerman
and Rosethal, 1970; are among the studies which have added knowledge
and support to the effort to code systematic classroom observation,

All of these efforts, by iraplication of their work, h..ve recognized the
important influence of 'interaction'' on the development of behavior in
children,

Another body of research supporting the impoitance of 1ntaraction
variables as crucial to the development of behavior in being developed
by ecological researchers such as Barker and Wright (1954), Gump
(1964), Kaunin (1962), and Scott (1968)., As Gump has stated, ''this
orientation de-emphasized the teacher's personal qualitites and social
relationships and focuses instead on the teacher's ability to develop a
learning environment' {Biddle, 1964), Thene researchers espouse the
idea that teacher effectiveness might be significantly increased by
scientific attention to the "ecology of learning, " that is, attention to the
""total learning environment, " These researchers would further support
the bellef that teaching is, indeed a complex act,

Historically, definitions of teaching have ranged from defining
teaching as an '"art" to defining teaching as a "sclence.' Flanders in
his discussion of this range of definition states;

THere are those wito say that teaching is an art;
2nd certainly no cne can deny that an exception-

aily fine Jesson has much in common with an
artistic performance, Most artists would be




the first to point out, however, that arduous,
lengthy practice and attention to technical skills
were prerequisite to a particularly fine perfor-
mance, This last observation seems inconsistent
with the old expression that teachers or artists are
born not made, The education and training of a
ceacher involves a science to the extent that there
are logical relationsinips among what a teacher
does, his own understanding of what he does, and
his ability to organize these relationships into
orderly principles {Biddle, 1964),

As npposed to Barr's more pessimistic conclusion concerning the
study of teaching, Flanders goes on to note that today we are closer to
a scientitic understanding of teaching than ever before, He emphasizes
the need to prepare prospective teachers by translating knowledge of
individual differences, theories of learning, knowledge of child growth
and development, and so forth, into knowledge of "'teaching action' and
puts much stress on this body of knowledge becoming the heart of the
practice teaching experience (Biddle, 1964),

One definition of teaching thus coming out of .he literature is that
teaching is interaction; interaction of a variety of behaviors on the part
of both teacher and child within the classroom, Although one can define
teaching, it appears much more difficult to explain what it is, Why has
it been so difficult to identify teacher behavior which is significant to
establishing a learning climate for the child? The writers suggest that
one possible explana.:.on for this lles in the fact that varying theories
of learning, varying approaches to the development of young children,
and varying theories affecting the basic organization of the clasaroom
and the kind of interaction which takes place between the teacher and
the child significantly affect what is judged as "good teaching, ' Other-
wise scated, unless the teacher has clearly in mind what she is going
to do and why she is going to do it, it is not possible to judge ''good"”
teacher behavior, The writers would further suggest that what may be
good teaching practice within one framework of education for young
children may be quite contradictory behavior within another program of
Q
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education for young children,. The literature suggests few teacher be-
haviors which might generalize to all programas of education. Perhaps
the explanation for thic is that there are very few behavicrs which can
generalize to the great variety of teaching programs now available,

If one can accept this hypothesis, it is then clear that it will be most
important to identify teacher behavior in terms of a particular program
of education and "gocd'' teachzr behavior is that which carries out par-
ticular teacher goals consistent with the particular philosophy, frame-
work, cr program within which that teacher is operating. Hughes has
stated, '"What was acceptcd as good teaching would be dependent on the
major objectives accepted and the view of now these objectives could
best be obtained'f {1959),

Hughes goes on to describe teaching as ''decision-making in inter-
action, ! The product of the teacher's decision, states Hughes, is the
responsc he makes to the child or group with whom he is interacting.
The measure, then, of gond teaching is the qualitv of the response the
teacher makes to the child or the group with whom he is interacting.
(1959).

Teacher behavior within the Tucson Early Childhood Education
Model (TEEM) is often referred to as the PROFESSIONAL RESPONSE,
This teacher behavior is defined and explained within the context of
the TEEM program and recognizes the teaching act as incorporating
varieties of interactions within the classroom, The teacher's response
to children is based on her understanding of children, the learning
process, and her knowledge of the effect of the 'total learning environ-
ment'' on the growth of the child, Within the Tucson Early Chitldhood
Education Model teacher behaviors have been identified wiaich make
possible the development of a relevant, purposeful and individualized
learning environment for children, Theoe teacher behaviors have been
referred to as PROCESS YARIABLES which allow the teacher to develop
a learning environment making possible the implementation of education-
al activity to stiraulate child growth in four basic areas: (1) language




growth, (2) intellectual growth, (3) development of a motivational base
for learning, and (4) development of basic skills within the societal
arts and skills such as reading, mathematics, and writing, The
PROCESS VARIABLES have been identified as (1) reinforcement, (2) in-
dividualization, {3) modeling, and (4) orchestration, The intevaction

of the process variables with the goal areas of the program can be illus-

trated by use of a matrix as found in Table One;

Table One

The TEEM Program as Defined
by the
Process Variables and Program Goals

Language Intellectual Motivation Societal
Dev. Dev, Base Arts &
Skills
Reinforcement X X X X
Individualizatior X X X X
Modeling X X X X
Orchestration X X X b 4

What then is the PROFESSIONAL RESPONSE which will allo./ the
TEEM teacher to provide an interaction with children that provides for
and stimulates the growth of young children? "GOOD" teaching within
TEEM can, in part, be described as KNOWLEDGEABLE ar.d PURPOSE-
FUL interaction with children, The TEEM GOAL AREAS provide the
base of purpose for the teacher-child interaction, The WEEM PROCESS
VARIABLES provide the teacher with KNOWLEDGE of how to interact
with the children so that specific instructional purposes may be planned
for and implemented, The writers add three more teacher behaviors
important to the succe's of TEEM teachers which are allied with but
not identical with the PROCESS YARIABLES, These teacher behaviors
tnclude {l1) acceptance of children and children's behavior so that children
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are accepted for WHAT THEY ARE and not for WHAT THEY ARE SUP-
POSE TO BE; (2) the ability to set up and organize a physical environ-
ment in which the TEEM program is implemented; and ‘(3) the ability to
plan and evaluate child behavior and activity on a daily basis, Two of
these teacher abilities, acceptance of children and organizaing the
environment, will be discussed by the writers prior to a discussion of
the PROCESS VARIABLES so that the philosophy and oxganization of the
TEEM Program may become an inherent understanding of teacher be-

havior defined as appropriate to this model of education.

Teacher: Arranger of the Environment

The necessity for maintaining an optimum learning environment ig
not a new idea in educational thinking, Hughes refers to the idea a
number of times, In underlying the importance of arranging for the
classroom environment, Hughas states:

The problem for society, particularly the home and
the school, is how to so arrange the environment
and the adult interaction with children and youth to
facilitate their involvement, commitment, and in-
terest in an arca of endeavor, 8o that they will vol-
untarily and with an investment of thelr true selves
subject themselves to this long period of training
(1959),

Evidence in support of the importance of the organization of the
environment to the facilitation of learning, on the part of children, was
collected by Kowatrakuvl, (1959). In this study, the effect of subject
mattes and activity settings on the behavior of children witkin a class-
room setting were measured, Dependent variables included the in-
dividual behavior of students when thev were within the subject matter
and classroom activities, Conclusions from this study demonstrated a
number of slgnificant relationships between student behaviors and varia-
tions in subject matter 2~tivity, The study demonstrated that activity
variation can account for the extent to which studente apply themselves
to assigned work, The study further conciuded that activity variation




usually preduced more widely discrepent student responses than did
variation of subject matter. Finzlly, the researcher concludzd that
student responses to areas of classroom event arc related more to ac-
tivity pattern variations that they are to subject matter variation {3iddle,
1664),

Gump glves further support to the importance of arranging an envi-
ronment for learning within his ecological classroom research, His
research, as well as the regearch of other ecologists, strongly suggests
a de-emphasis of the teacher's personal qualities and sociai relation-
ships and focuses instead on the teacher's abilities to develop a learning
environment (Biddle, 1964},

The TEEM Program does not deny the impartance of the quality of
the human environment, but rather provides for this support of the
human environment by specifying a definite cigenization nattern for the
clarsroom which will promote and enhance quality iuteractions within
the classroom environment,

The role of the teacher is one of arranging and maintaining un envi-
ronment for human growth and learping, It is the teacher's responsibil-
ity to provide an environment in which the desire and challenge to acquire
knowledge and skills is furthered, and as Hughes states, "for a few
children is awakened" {1959).

Basic to the organization of the TEEM environment is planning for
the two fundamental activity periods within TEEM: (1) committee work
time and {2) {ree choice time. During each of these periods of time, the
teacher provides activities for children which are planned for the purpose
of extending and expanding knowlcdge and growth of children as defined
by the program goals, (Language, intellectual growth, motivational
base, and development in the societal arts and skills.) During commit-
tee work time, children are urganized into small heterogeneous groups.
Four or five groups of children work within thelr own groups at tasks
judged appropriate by the teacher, Appropriateness of the task is




determined by (1) past experiences of the children, (2} interest of children,
(3) tevel of Jevelopment of children, (4) provision for individual differ-
ences within the groups of children, and (5) the task's relationship to
future learning of the children, Teachers provide 'invitations' to these
learning settings in both verbal and written form, A committee chairman
is responsible for the implementation of the activity unless the teacher
han judged the activitly more suited to her direct involvement and guidance,
The teacher may meet with the comrmittee chairman prior to the commit-
tee work time in order to make mo-e explicit the purpose, organization,
and implemertation of the activities, The teacher may select to work
with a particular committee group during the entire committee work time
or she may choose to ''rove' between groups, assisting and guiding the
children in their learning task as the need arises, Within this setting

the teazher does not see herself as more than just an imparter of knowl-
edge, Her role is to facilitate learning and to provide for meaningful
interaction between the child and the adult, between the child and mate-
rials, and between child and child, As childrei. gain in their ability to
work independently within their groups, the groups will rotate so that by
the end of the day, or a few driys, or a week, all of the children will have
been lnvolved in all of the committee activities, There is no set amount
of time recommendcd for committee work time 2. this will depenl, in
part, on the teacher's ability to develop activitizs which are of iaterest
and challenging to the children to focus and attend to instructional tasks,
A wide variety of materials and methods of operation are necessary re-
sources for the teacher to become a successful manager of this environ-
ment,

Free choice time is the second learning activity time within the
TEEM Program, The teacher selects both the number and kird of
activities to be a part of free choice titae based on her knowledge of;

(1) past experience of the children, (2) in‘crest of children (3) level of

10



development of children, and (4) the task's relationship to future learn-
ing of tisz children.

Basic to the implementation of the free choice period is the develop-
ment of "interest centers' within the classroom, Thege centers become
'"'behavioral settings’ as materials are organized t. provide opportunit-
ies for the development of knowledge and skills, Art centers, block .
centers, homemaking centers, science centers, math centers, reading
centers, etc. are organized based on the teacher's knowledge of chil-
dren's growth and development, The children are allowed to select the
activity in which they would like to participate., The teach=r DOES NOT
direct tke children into particular centers. Some teacher guidance may
be necessary in terms of the number of children who may participate in
one center or to get limits for behavior within a center, For example,
'"Today in the art center, one child r:ay paint at an easle at one time, "
or "Will those children who are working on the workbench please keep
the tool they are using at the workbeuach center, "' This kind of direction
is more offective when given to the children at the center,

Free choice time DOES NOT open the classroom to children, The
teacher will make decisions concerning the number and kind of activities,
as she plans for this pnase of the instructional program. Free choice
time provides HONEST choices for children based on the children's
need and interest. The child thus becomes a consumer rather then a
victim of his environment,

The teacher, then, must become a careful observer of children in
order to be able to provide ''relevant' activi‘ies for the children, Obser-
vation of the children during this period of time will further give the
teacher Information abori the amount and kind of {ransfer of learning
which m:y be taking rlace. For instance, does the child occasionally
select reading as a ‘ree cholce activity or is his choice of activity
consistently play a“ the block center? Doesn the child transfer mathe-
matical knowledge to a building task or ls the child, at this stage of

11
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development, not capabie of transferring this knowledge to ainother set-
ting? Underwood and Grimmet (1970} point out, after their systematic
obser-ration of child behavior during free choice time within selected
TEEM classrooms, ''That the offer of a classroom menu of choices does
not guarantec that children will select in accordance with their education-
al needs, ' The teacker, then, must be an active participant in this
learning setting. She provides guidance for the participation of children
in some activities; she reinforces and encourages children in theix
gselaction of cestain activities; and perhaps most important, she observes
what kinds of skills and knowledge are being used by children during

the free choice actting, This knowledge will give the teacher cues to

the level of operation of the children and their ability to transfer know-
ledge and sgkill to other behavinral setting:.

The teacher, then, is a manager of the ¢nvironmzant, sel:rting,
organizaing, implementating and evaluating educational activity which
takes place within comrmr.ittee work time and free choice time. The
teachier facilitates learning as she selects activities which are relevant
to the children based on their interests and their level of development,
The teacher observes children so that there is established a feedback
system between the teacher and the child, which provides knowiedge
upon which the teacher makes her selections for organization of the
learning environment, Whether the teacher is worki.g with five year
olde or eight year olds, the basic organization of the environment re-
mains the same. The CONTRENT of that environment will vary in order
to provide for the extension and expansion of skill and knowledge., As
children become more sophisticated In their knowledge and skill there
will be an increasing amount of individualized instruction both within
cemmittee work time and free cholce time. This will not rule out
heterogeneous grouping, but it will be added as a den.ension of the

environment to promote individual growth and development,

12
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Teacher Interaction: Acceptance

G« 2apect of the professional response in TEEM is the acceptance
of a cnild - his uniqueness, his limitations, his great potential, his
cultural origins, what he i3 and what he can become, Gooed teaching
requires that the human environment be accepting of each child; that
in sine way it communicate to him that he is importart (Hughes, 1959),

if childran are to develop positive self concepts - to have a good
feeling about themselves and to feel that school is a gocd place to be,
they m st be received favorably by teachers and peers. The human
environiaent is a most cruclal factor as its interaction acts as a mirror
refle.cing back to the child acceptance nr nonaccrptance - worthineas or
unworthiness, The most crucial aspects for adults are the philosophies
voon which they operate - the constellation of values that trigger their
interactions with the child, It uecomes increasingly important, then,
that children be associated with teachers whose value constellations
trigger acceptance of the child (Rasey, 1956},

Individuais operating with a Professional Response are those who
might be described as being truly democratic. Maslow's deccription
of demacratic people states:

These people have all the obvious or superficial
democratic characteristics, They can be and are
friendly with anyone of suitable character regaid-
less of clags, education, political beiief, race or
color, As a matter of fact, it often seems asg if
they are not aware of these differences which are .
for the average person so obvious and so impor-
tant, They have not only this obvious quality but
their democratic feeling goes deeper as well, For

instance they find it possible to learn from any-
body who has something to teaca them ., . (1950),

Hughes in describing the role of the teacher, writes:
++. In his role of teacher of children, he !s the

guardian of democratic values. Foremoat among
these values is respect for the individual, This

’
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means that the teacher must act without personal
prejudice in relationship tc all races, religions
ethnic and socio economic groups, Fairness in
the treatment of children, regardless of the ''power"
position held in the community by the parents,

is basic to the maintenance of integrety in class-
room relations, The top prizes of a school, such
as the lead in the school play, the designation of
valedictorian and salutatorian, the appointment

of office helpers and ushers for assemblies,

all call for a teacher who has genuine respect

for human beings with a commitment to democrat-
ic value: {1961),

A teacher's lack of a democratic value system - a lack of acceptance,
may ke illustrated by this story of a young, middle class midwestexrn
girl of white ancestry who accepted as her first teaching assignment a
position in a predominantly Spanish Ame rican com:hunity. Aftexr sev-
eral weeke, one of the students, describing her relationship with the
teacher, said, '"She doesn't like me, " When asked why, the child said,
"Every time she touches me she shivers inside, "

Acceptance of a child means acceptance of his language, his fami'y,
his culture, TEEM is a process curriculum centered in the child's
environment which provides opportunity for the study and acceptance of
this environment through an experience-oriented curriculum. Whether
the child is engaged in a committee activity or free cholce activity,
materials and activity content are based on experience which are direct-
ly related to the child's everyday encounters with his home and neighbor-
hood environment, The child's ""natural'’ environment, therefore, is

brought into the classroom, These experiences are zccepted and used

as a natural base of learning activity. The accepting adult can, there-
fore, assist the child to be comfortabte and conversant with the main
stream language and culture without cauaing the chlld to reject his own
lunguage, famlly, and culture, The child's owr language, family, and
tulture are central to the entire educational process, One of the evils
of a more traditionaily oriented curriculum was the rejection of a child’'s
orlgins, thus causinas conflict within him,

ERIC
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The teacher's ability to accept a child and his individuality is shown
in his ability to arrange an environment that is accepting of each child,
The environment should be challenging, yet give the most and least
able success so that a child may achieve, in some degree, that of which
he is potentially capable, This enables the child to maintain his own
integrety,

A child's mistakes need to be accepted without too much ado, When
the panalty becomes too great, the child tecomes afraid to pay the price
unless he is very sure of himself, When mistuiccs are accepted as a
legitimate accompaniment of learning, children are freed to try. In the
same manner the asking of questions, the questioning of a solution, the
bringing in of materials, the expression of personal feelings are all
made legitimate by the teacher's response (Hughes, 1961),

Marie Hughes, in her writing concerniig the specific professional
response of the truly "accepting'' teacher summarizes her thinking as
follows:

If the child is to become a man who is '"open to
his experience,'' a man who can eacompass much
of reality, then as a child he must relate positively
to more people, things, and situations, The teacher's
response to him must be such that he wants to re-
ocnter the situation. When failure is more or less
continuoue, one reduces i is level of aspiration

and often times withdraws from the situvation.
Therefore, the teacher's response must include:

requiring from the child only that
which he is capable of doing;

opening new possibilities to him
without cnercion;

interpreting to him th: data in the
situation of which he 158 aware,

If the child 18 to beco>me a man who has positive
feelings toward himdelf anc cherishés uniqueness in
others, then the lcacher's res,onse to hirn nmwust re-
epect his own indlviduality, Such responses may
include:




giving the child some choice in what he "
is doing; for example, what he writes
about, what he reads, the picture he
paints;

expressil,, a belief in the child as a pexr-
son;

listening to him;

accepting most of his ideas;

helping him gain competence in the things
he cherishes,

If the child is to grow into a man who posses high-
ly developed cornmunicative skills, he must have
opportunity to talk and to listen tc others, The
teacher's responscs mu-* include:

seeking for his opinion and experience;

giving him an opportunity to use a varviety
of media of communication;

giving him a model of standard languuge
' usage;

providing him with a variety of books and
other reading materials;

seeking to further his purposes in readirg;

giving him opportunity to compare hiz read-
ing with his new experience, to draw infer-
znces and generalizations from his reading;

seekirg the child's own idiomatic response
in writing and other media of exprcssion,

If the child {3 to grow into a man who acts with an
attitude of social responsibility the teacher's responses
must {nclude:

setting of lirnits with him and for him;
clarifying standards with public criteria;
structuring the situation with clarity;
reprimanding with public criteria;
giving the child responsibility for others;
evaluating with discrimiaation {1959),
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Within TEEM, acceptance of the child, as described above, is
BASIC to implementation of an educational setting which provides for

and stimulates maximum growth and development of children.

Teacher Interaction: Reinforcement

In interaction with an adult, the child receives reinforcement or
discouragement for his behavior., Numerous studies of human behavior
have show that rewards and punishment influence the frequency and
quality of behavior, How the teacher responds to a child, acts as a
reward or punishment whether he is aware of it or not. These studies
of behavior further show that rewards are more efficacious than punish-
ment (Lee and Lee, 1940). Consequences which reward behavior are
said to reinforce and will cause a repetition of the behavior,

The teacher is constantly giving cues for behavior as she attends
to desirable hehavior or close approximations of desirable behavior,
This attention of the adult can be an extremely reinforcing stimulus,

In TEEM, reinforcement is used generously, It is social and often,
though not always, verbal, It is discrimirating and specific to the de-
sired behavior, 7he reinforcing teaclier Is articulate and defines ifor
the child what he has done that merits approvai, For example, the
teacher may verbally reply to the behavior of a child, "I like the many
illustra‘lons and stories you used in your talk.'"" The TEEM teacher
therefore, is conacious of her attantion to the child so that her profes-
sional response to the chiid is spacifically reinforcing of desired be-
havior.

Reinfercement should be specific, sincere, discriminate, frequent,
and directed toward the behavior rather than toward the child as a
person, Some 8pecific reinforcement techniques which have been effec-
tive with childeen in TEEM are:

!, Touchlag a child in a reassuring, supportive manner appropriate
to his age and sacial expectations,

17
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2. Specific verbal praise for a apecific act,

3, Attention to the child - listening closely to the child and allow-
ing him to talk - moving or leaning toward a child - listening
to the child read,

4, Putting into effect what the child suggests; encouraging others
to do the same as he does; using the child as a model for the
other children,

5. Displ~ying the child's work,

6. Clarifying or extending a child's remarka, e, g, '"Yes, shots
keep you well and you don't get sick as often, "

7. Say something comforting: if a child says, '"My Daddy it out
of work again, ' the teacher might reapond, '"Maybe there will
be more work. sgon, ‘I hope 8o, "

8. Using eye contact and facial clues;

a. Exchange a knowing glance with a child

b, Smile

¢, Praise the chiid and sweep the group with you eye to
enlarge the aura of approval for the child,

9. Deflect questions: Say ... "What do you think, John?' when
another child asks a question, This implies you need John's
help, shows you have valued help he has given in the past, and
turn to him fos nelp now,

10, Recall a point, Say, '"As John gaid earlier .., ' and then re-
statc what Johr said to you at an earlier time, This is con-
cidered extrernely reinforcing as John realizes you have accept-
¢d his idea so totally that you have made it your own,

11, Time the praise or reinforcement so that it closely follows the
behavior you wish to relaforce. With more sophisticated chil-
dren or older children delayed praise is very reinforcing be-
cause it shows the praise is not just an automatic '"thauk you"
but that you really were Impressed and remembered what he
did or said,

12, Ask questions which give the child encouragement or opportunity
to continue his exploratory behavior,

13, Accept what the child says. Tais reinforces his efforts to
communicate, Do the modeling of correct usage at a much
different (later) time,

18
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Theee are illustrative of the many ways an aduit can interact in a
reinforcing way with children, Specific reinforcement as discussed
above requires a consistent interaction with individual children, This
ts why TEEM stesses the importance of a great amount of small group
and one-to-one activity, This organization gives the adults, greater
opportunity to reinforce appropriate behaviors. This also explains
the role _: the teacher as an arranger of environment, In this role, the
teacher provides an organization which allows and stimulates success-
ful interaction on the part of the child, with the total learning environ-
ment,

The things present in the environment gthould be reinforcing to
children, The school environment should provide a wide range of mate-
rials from which studnets can select experiences that interest and chal-
lenge them - experiences which will promote growth toward the more
difficult and complex and at the same time give success to each indi-
vidual. Psychologists t211 us that if children have success in one area
it will improve their success in unrelated areas (Rasey, 1956), Thus
the environment provides for a generating of successful learning in
all areas of educational activity.

The human and physical ervironment should provide an inviting
climate to illicit desirable behaviors in the four goal areas of the
program: language competence, the societal arts and skills, motiva-
tion base, and intellectual development, The centers of interest -
should provide many d..irable behavioral options for children, The
total environment, therefore, reinforces and brings the child back
to school, The following anecdote fllustrates how a school environ-
ment can reinforce and bring a boy back to school, A first grade boy
who had s teacher who inters.ted with children in an outstanding fashion,
came home for lunch. A house guest usked, "Bobby, how do you like
school?"" Bobby replied with this learned soclal response, "I hate
school. "' Bobby's next sentence, however, indicated his true feelings

19



19

on the subject, He said, "Mom, let's hurry and have lunch so I can
get back to achool. " A consistently reinforcing learning setting, there-
fore, tends to invite the learner back to the classroom,

The adult interaction with the child, in a rich stimulating environ-
ment gives reinforcement for his behavior. The attention given by
the teacher is a highly reinforcing stimulus, TEEM encourages gen-
erous use of social approval within the total classroom =znvironment

to reinforce desired behaviore,

Teacher Interaction: Individualization

The theme of individual differences runs through all of modern
psychology and education, The more recent concern for the '"disadvan-
taged' or "deprived' child has offered a wealth of new research,
study and development, in an attempt to meet the educational needs of
youngsters who mzet with an almost unbelievable variety of achievement
levels within a classroom setting, Figures such as thost: revealed by
Siedman (1948) indicate that in most ciassrooms, beginning with the
first grade, the teacher must expect at least a three year grade level
span of ability, These studies further valldate the fact that as children
move up in grade level within the elemeatary schcol there will be an
increasiag span of variability among children's achievement so that
a six to eight year rarge of ability will be a normal circumstance.
Teachers have long recognized this expected variability of children’s
achievement level with mixed feeiings of frustration and helplessness,
Traditional textbook material has not provided the teacher with much
help in thls situation, Traditivnally, textbooks have aimed at the mean
in establishing norms for the content and success levels of their mate-
rials, Textbooks have not been able to provide for the great range of
ability in the classroom, Further, textbooks are unabl: to provide for
the great variabllity of social backgrounds of children which have a
direct affect on the meanlngfulness, interest, and relevance of the

materials to the chlid's learning., As is recognized with the TEEM
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program, unless learning is meaningful to the learner, motivation for
learning is seriously challenged, As Jensen points out in his discussion
of readiness, many children "tune out' on learning because they have
been very consistently negatively reinforced within a learning setting;

a setting which has not been adjusted to meet the level of development
of individual children (1969),

Teaching is interaction; interaction with childrea so that individual
differences of children are RECOGNIZED and PROVIDED FOR, Part of
the interaction which takes place betw:2n the teacher and the learner
builds a relationship between them whicii allows learning to take place,
In Hugiies® discussion of this aspect of the teacher-learner interaction she
states:

Thes': responses are aspects of the teacher-learrer
interaction that build a more pzrsonal emotional tie
between the two, They express emphathy and concern,
They accept feeling, They interpret reality, but re-
late it to individual meaning. They re-emphasize for
the child that he counts as a person (1959),

This r _.spect for the individual child is demonstrated in the accep-
tance and elaboration of the child's ideas, It is demonstrated so that
he may get somethings he desires. It is demonstrated on occasions of
emphathy with him, It is demonstrated in the maintenance of a class-
room that prevents the use of threat, sarcasm and ridicule, This
"climate for learning'' is established as the teacher geruinely recognizes
that ckildren will differ when they come into the educational environment;
that children bring to school different sets of attitudes and different sets
of skllls, that children must begin from where they are {n order to be
brought into the educational process,

Successful individualization of instruction within the TEEM Program
involves concern for the TOTAL learning environrment, In order to or-
ganize and work within the total classroom environment the teacher is
knowledpeable of (1) past experiences of the children; (2) interests of the
children; and (3) the level of operation of each child, Working with this

ERIC
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base of knowledge the teacher provides a variety of behavioral options for
the children both within committee work time and within free choice time,
These behavioral wsptions are based on knowledge of individual chilc'hl'en 80
that the range of individual needs are provided for, The teacher organizes
interest centers within the classroom which are directly related to the
interests of the children AND provide for a VARIETY OF SKIL1LS AND
ABILITIES, The teacher organizes committee work which is related to
the interests of the children AND provides for a VARIETY OF SKILLS
AND ABILITIES, Success expectation levels for each aclivity, therefore,
must account for a range of ability, It will be expected the children WILL
SUCCEED, but at varying levels of accomplishment, In working with
measurement concepts during a committee activity. one child grasped
and learned the conept that materials weigh different amounts and that
one can compare materials by their weight, Another child accurately
recorded and compared the weights of several different materials, A
third child graphed his comparisons, The invitation to this activity read,
"How may welght be used to compare these materials?" A scale, pen-
cils, plain white paper and graph paper were provided for the children
in addition to ten objects, each weighing a different amount, This activ-
ity provided an "open ended experience' for the children in which varying
rates of development could be accounted for, Within a writing activity
children were invited to "\Write a story titled TODAY AS I WAS COMING
10 SCHOOL, " One child dictated his story to the teacher assistant,
Another child sought out a dictionary to find the words he could not spell,
One child wrote a poem., Another child used a '"'rebus spelling" occasion-
ally adding a picture in place of a word, Again, this activity provided
for a range of abilitics and each child's work was accepted by the teacher,
Organization of free choice time allows for self selection within an
environment which, again, provides for a range of success levels, In
addition to this, the wide variety of materials provided for behavioral
settings and the degree of choice making provided by the environment is
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seen by the child as "for real.' It permits the child to function as a
judge, weighing alternatives to action, and as a decision maker,

Individualization of instruction within TEEM also requires the teach-
er to be a listener and recorder of childran's behavior allowing the teach-
er to build an environment based on behavioral cues from the children,
The teacher is then, and only then, able to make a PROFESSIONAL RE-
SPONSE to individual children jn order to expand and extend the learning
of children, The interaction pattern of the teacher is most important
to her ability to pick up cues from the children, Hughes emphasizes the
importance of thie RESPONSIVENESS of the teacher so that she may be
conscious of and build on ''the data the child places in the situation, ' The
child makes a reply or a rernark and the teacher elaborates or iaquires
further about his statement, The inquiry, however, states Hughes must
be within the experience of the child, that is, it asks his opinion, reac-
tion or what he did, in a consultative, nonthreatening manner, The re-
sponse of the teacher, then, may be one that elaborates and adds a factor
not mentioned by the child (1959)., The teacher, thus encourages the
response of the child, gets response from the child, and can then build on
that response,

Both children and adul“s can be involved in record keeping, For ex-
ample, children can record their choice of activity during free choice
time on a chart which lists the activity choice on the left hand slde of the
chart and the children's names along the top of the chart, The teacher
thus has a day to day record of children's choices and can m:ake a pro-
fessional regponse 1o children's choices, Recording of childrea's lan-
guage during an activity, children's writing, library record cards, etc.
are only a few examples of a varlety of ways records of individual chil-
dren's progress may be kept, Data from these records then, become
the main source for the future planning of activities.

Within TEEM, in order tu carry out the process of individualization,
the teacher must provide a learning environment which: {1) accepts a

wide range of diffcrence among children; (2) provides a broader range
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and amount of materials with which children interact; (3) allows for self
selection on the part of the child; (4) provides a variety of invitations for
learring; and (5) provides for a wider range of interactions within the
classroom,

The professional response of the teacher incorporates careful obser-
vation, planning and evaluation so that indivicualization can, in fact take
place. Verbal physical response to the child indicates to the child,"You
count, Yau count as an individual,' Theprofessional response of the
teacher indicates to the child, ""You can succeed, You have succeeded,
You can expect to succeed, ' The professional respone of the teacher in-
dicates to the child, "You don't have to be a carbon copy of other childr<n,
I like you the way you are, You are a very important person, "' Within
this setling, the child experiences renewed energy for learning and living
for their own sake, enabling the child to function as a maker who controls

his environment,

Teacher Interaction: Modeling

Inherent in the PROFESSIOCNAL RESPONSE of the TEEM teacher, is
the knowledge that both her verbal and physical interactions with children
provide an important model for children from which learning may be ini-
tiated, expanded, and/or extended, The significant effect of modeling
on the behavior of children has been subatantiated by numerous research-
ers {Gage, 1963), It has been further substantiated that a warm, suppor-
tive relationship between the adult model and the child enhances learning,
oa the part of the child. (Bandura and Houston (1961), Sears a2nd Dowley
(1963), Rosenblith {1959);, Bandura and Walters (1963) discuss the find-
ing that both the rate and the level of learning may vary as a function of
the mode of the model presentation since "an actual performance is apt
t> provide substantially more relevant cues with greater clarity tha. are
conveyed by a verbal description. "

From this body of literature, one is akle to identi{y several steps in
the procees of developing modeiing as an effective teaching procedure to

ERIC
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be used in the classroom: (1) establishing a supportive relationship with
th.e child; (2) determining, on the part of the teacher, what is to be model-
ed, (3) modeling the behavior in interaction with the child; and (4) rein-
forcing the child's behavior as it occurs,

How does the teacher respond so that a supportive relationship is
developed between hzreelf and the crild? Acceptance of the child is fun-
damental to the devclopment of this relationship, Acceptance of the child's
ideas; acceptance of the child's likes and dislikes; and consistent support
of his attempts to discover and find out, This kind of acceptance does
not imply a false relationship with the child; quite the contrary. The
teacher is honest and therefore disciiminating of her responses to the
child; sometimes accepting behavior and language in its entirety; some-
times building on a cnild's 1esponse go that the child can detect for him-
self additional information which may influenice his response, The fol-
lowing example was recorded while a teacher was taking dictation from

children:

David: '"David doesn't like it!"
Teacher: "Alright, why don’t you like it, David?"
David: '"Too sweetf, "

Teacher: "Some people have different tastes.

This teacher was not disturbed by discovering that David did rot like
what she was expecting him to like, and she was able to accept this with-
out making any effort to persuade the child that he ought to like it, She
accepted his response as a sincere and legitimate expression (Hobson,
1970). Consistently building on the ideas of children, valuing the ideas of
children, and USING the ideas of children will further build a support
relationship which increases the ability of the teacher to become a strong
reinforcing agent for the child and thus a potent model for the child,

The process variable of modeling is reccgnized as ONEF among many
waye of inducing and expanding learning for children, The TEEM t-acher,
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therefore consciously discririnates throughout the school day those intar-
actions with children in which modeling may be effective as a teaching
tool, The TEEM teacher is extreinely conscious of the power of her model
in develcping knowledge and skill in all four of the PROGRAM GOAL areas,
The TEEM teacher is accepting of zll children's language, At the same
time she iz consistently interacting with the children in order to model
language for children. The teacher thus serves as a mediator of experi-
ence, using language as a chief means of mediation, The TEEM teacher
models intellactual skills as she uses skills in her interactions in the class-
room, The teachers use of recall,.discrimination, expansion of ideas,
use of ~lternatives, etc,, when put into a live situation will be helpful to
the child in seeking out a variety ol v.ays to order and orgznize the stimuli
within his environment, The TEEM teacher models a desire to learn
new information as she models such things as enthusiasm for learning,
persistence in seeking answers or learning new tasks, expectation of suc-
cess, and willingness to change her behavior because of new knowledge
she has available to her, The large goal area of the societal arts and
skills has inherent within it many opportunities for teacher modeling
techniques, Sucii teacher behaviors as the USE of reading, writing and
mathematics skills in a variety of contexts are important to the develop-
ment of both motivation and skill development,

A teacher modelas when she records something a child has said and
then reads it back to him. A teacher is modeling as she reads a story
to children, receives dictation at & typewriter, notices letters on blocks,
engages in varieties of game activities, observes symbols on a juice can,
reads aloud directions for an a- r vi**. etc,, The teacher models most
consistently in an active environment -- an environment which provides
mch interaction between the aduvlt and the chiid, interaction between the
adult and the total learning environment,

The utilization of two or more adults in the classroom, working with

small groups of children maximizes opportunities to model and reinforce
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learning, The utilization of hetercgeneous grouping in classes further
maximizes the modeling procuss as peers model for peers,

Within the TEEM Program, then, there is a d-mand on the teacher
to model consciousiy for children. This modeling is carried out with
children both on a one-to-one basis and within small groups of children,
"Telling behavior, " on the part of the teacher is greatly reduced. The
TEEM teacher feels .nuch less need to have children repeat after her,
The TEEM teacher feels much less need to corre«t the child, The TEEM
teacher recognizes herself as an important resource for the child; a re-
source who supports, models and reinforces children's behavior in a coa-
scious, specific way so that learning is enhanced,

Teacher Interaction: Planning and Evaluation

Planning and F-aluation are part of a continuous process or educa-
tional cycle, The professional teacher utilizes these as integral parts
of the whole process of education,
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Each part is essential to the completeness and ultimate succees of
the process, As the dilagram may suggest planning and evaluation is done
at two levels: (1) the adult plaaning level and (2} the child planning level,
Each of these levels of planning is dependent upon the other, Adults plan
and evaluate among themselves for classroom activities that achieve the
four goal areas of TEEM, They also provide meaningful and significant
experiznces for planning and evaluvatioa in the interaction process with
children, Both levels of planning and evaluation are essential and impor-
tant in the professional response of adults in the teacher rcle,

Professional Planning is d2pendent upon a teachers knowledge of in-
dividual children which comes from the interaction process and from infor-
mal and formal evaluations, A teacher's sensitivity to the child and his
state of being is crucial to evaluation or planning. The teacher, aware
of the needs and state of the learner, can plan behavior optivns for the
child which will help him gain greater knowledge and skill {move in the
direction of matu .ty ana complexity) ana also provide the successes
nece3sary for him to feel secure and good about himself and school, Plan-
ning can provide for varying levels of auccess. It can provide for the
lifting of children to another level of success,

"Orchest-ation' of the four program goal areas is a basic concern
within the TEEM planning process, As the teacher and teacher aide plan
activities for the school day, they may address themselves to the following
questions in order to account for ''orchestration' of program goals within
their planned activities:

1. What language may be used and/or developed
out of this activity?

2. What intellectual skille may be used and/or
developed out of this activity ?

3. What socletal gkill or skills will be extended
by participation in this activity?
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4, Does the activity have built into it 2 level of
success for EACH child? Is the activity re-
lated to real-life experiences of the child so
that he is "invited" to participate in the activ-
ity ?

Outcomes of the teacher’s planning depend upon the values a teacher
has about irdividualization, reinforcement, modeling, orchestration, etc,.
The professivnal response of a teacher involved in planning and evaluat-
ing in TEEM i3 centered on children, It focuses attention on (1) childrea's
interactions with children (2) children's interactions with adults, and
(3; children's interactions with materials, It also help’ teachers to be-
come aware of their role as they interact with children and materials,
Planning and evaluation in the interacticn process with children is essen-
tial in TEEM, Independence of thought and action can not be achieved by
having studznts subjected only to adult planning and evaluation, Children's
active involvement in the process of planning, doing and evaluation is a
basic "process'' within the ""process curriculum,'" The process can not
be separated from the product, This process maintains the relevance of
the total learning environment and provides a base of knowledge which
allows REAL individualization of instruction, This process further main-
tains an 'integrity' in the classroom, That is, this planning process
gives stuients a sense of control over hLis environment, The classroom
and school truly become the student's when a democratic climate of
working, evaluating and planning exists between adults and children,

The program assistant, teacher and teacher assistant are an educa-
tional team responsible for the eaucational welfare of the children with
whom they work., Occasionally, all three have the privilege of evaluating
and planning together, however the daily obligation for evaluation and
planning is the responsibility of thr teacher AND teacher assistant as the,
work together in a classroom. The evaluation and planning tinie affords
opportunity for the classroom instructional team to f{ocus in on individual

children's progress and level of developmient,
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Again the four program goal areas (language development, intellec-
tual skills, societal arts and skills, and motivation base) are a base for
focusing discussion of the behavior of children as observed during the
school day and for discussion of future activity development, Records of
children's behavior are also developed during this planning time and may
be used as another resource for classroom planning,

Basic to all classroom planning is the ability of the adults to 'pick
up cues' from the children, The teacher must be a listener of children
so that the total classroom environment may be consistently reievant to
the development and interest of children.

The attached TZEM check lists for Self Evaluation - Planning and
Evaluation may be guides in helping teachers with their own professional

responses a3 they engage in these activities,
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Self Evaluation Form - Planning

(Please check the appropriate column after each statement)

4,

10,

YES

Used 'cues' from children in
selecting activity.

Used '"cues' from children in
organizing environment for
learning,

Plar.ed activity which ac-
counted for a range of abil-
ities within the group of
children,

Major purpose of activity was -
selected before activity was
implemented.

Orchestration of program goals
was consgidered before activity
was implemented,

Expansion of language was con-
sidered before implementing
the activity.

An appropriate "invitation for
lear>ing' was prepared before
activity was implemented,

Materials for activity were
selected based on children's
level of understanding,

Actlvity was based on exper-
ience background of children.

Activity was based cn ''relevant, "
"rejnforcing'' experience for
children,
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Self Evaluation Form - Evaluation
(Please check the appropriate column after each siatement)
YES NO

1, Purpore of activity was ap-
propriate for the children,

2, Ouchestration of program goals
was evident,

3, Expansion of language was model-
ed by teacher,

4, Activity azcounted for a range
of abilities within the group,

5. All children in the group re-
mained involved in the activity,

6, Teacner *vas able to reinforce
behavior of children,

7. Children interacted with each
other during activity,

8, '""Cues'' from children provided for
the extension of the activity,

9. Activity provided for the gen-
2ralization of past learning,

10, Activity provided for the gen-
eralization of new learning,

D
F o



32
References
Amidson, E. and E, Hunter, Improving Teaching, New York: Holt,

Rinehart and Winston, 1966,

Anderson, H, H,, An experimental study of dominative and integrative

behavior in children of pre-school age, Journal of Social Psychology,
1937, &, 335-345,
Anderson, H, H,, Domination and integration in the social behavioxr of

young children ia an experimental play situation, Genetic Psychology
Monographs, 1937, 19, 341-408,

Bales, R, F and F, L, Strodtbeck, Phases i:n group problem solving,
Journal of Abnormal Social Psychology, 1951, 46, 458-496.

Bandura, A. and R, H, Walters, Social l.earning and Personality Develop-
ment, MNew York: Holt, Rinehart, and Winston, 1963,

Barker, R, G, and H, F, Wright, Midwest ~nd Its Children, New York:
Holt, Rinehart and Winston, 1963,

Barr, A,S., Measurement of teacher characteristics and prediction of
teacher efficiency. Mg_l_g_t:.;‘"iucational Researcll. 1952, 22, 174.

Barr, A.S., Teaching Competencies, Encyclopedia of Education Re-
search.(14950 ed. ).
Biddle, B, J,, The Integration of Teacher Effectiveness Research, In

Biddle and Ellera («ds, ) Contemporary Research On Teacher Effec-
tiveness, New Yerk: Holt, Rinehart and Winston, 1964,

Biddle, B, J, and W, J, Ellena (eds.), Contemporary Research On Teacher
Effectivenesf_. New York: Holt, Rinehart and Winston, 19¢1.

Cogan, M, L., Theory and Design of a Study of Teacher-Pupil Interaction.
Harvard Educational Review, 1956, 26, 315-342,

Flanders, N, A,, Teacher influence, pupil attitudes, and achievement,

In Biddie and Ellena (eds, ), Contemporary Research on Teacher
Effectiveness, New York: Holt, Rinehart and Winston, 1964,




33

Foshay, A, W., The creative process described. In A. Miel (ed, !,
Creativity In Teaching, Wadsworth Publishing Company, Inc,,
Belmont, California, 195},

Gage, N. L, (ed,}, Handbock of Research on Teaching, Chicago: Rand

MeNally and Company, 1963,
Gump, P. V., Environmental Guidance of the Clagssroom Behavioral System,
¥ In Biddle and Ellena (eds.,), Contemporary Research on Teachex
Effectiveness. New York: Holt, Rinehart and Winston, 1964,
Hobson, A,, lLanguage: A Point Of View, Unpublished manuscript,

University of Arizona, 1979,

Hobson, A., Program Essentials for Implementing The Natural Method of
Language Learning Within A Classroom, Unpublished manuscript,
Univeragity of Arizona, 1970,

Bughes, M. M, , Integrity in Classroom Relationships, In 4 ed. ),
Creativity in Teaching, Wadsworth Publishing Compan o
Belmont, Calfornia, 1962,

Hughes, M, M,, Language - A Function of Total Life Situatic... Childhood

Education Association for Childhood Education Internatio.
1957,

Hughes, M, M,, Teaching Is Interaction, Elementary Schonl Yoo 1a],
1958, 58, 457-464,

Hughes, M, M., The Model of Good Teaching. In M. Hughs ‘ =soci=-
ates (eds), Development of the Means For The Assess' ~~n { the

Quality of Teaching in Elementary Schools, University .. ., 1959,
Hughes, M, M, and Associates, A Research Report. Develn of the

Means for the Assessment of the Quality of Teaching i ¢~ ~ntary
Schools, Cooperative Research Project #353, Universit o’ tah, 1959,

Jensen, A, R,, Understanding Readiness, An occasional paic:. ERIC
Clearning House, National 1L aboratory for Early Childh. :d ducation,
Urbana, illinois, 1969,




34

Kounin, J, S,, Managing Emotionally Disturbed Children in the Regular
Class. Progress report grant M4221, 1962,

Lee, J.M, and D, M, Lee, The Child and His Curriculum (2nd ed),
New York: Appleton-Century-Crofts, Inc,, 1940

Lewin, K., R, Lippit and R, K, White, Patterns of Agressive Behavior in

Experimentally Created "Social” Climates, Journal of Social Psychol-
ogy, 1939, 10, 271-299,

Maslow, A, H,, Self Actualizing People: A Study of Psychological Health,
In W, Wolff (ed,) Personzality Symposium #}, Brune and Stratton, 950,

Prescott, D.,, The Child in The Educati.w_/_e Process, New York: McGraw
Hill, 1957.

Rasay, M, and J, W, Menge, What We Learn From Childre_xz: New York:
Harper Brothers, 1956,

Rosenblith, J. F,, Learning By Imitation in Kindergarten Children,
Child Development, 1959, 30, 69-R0,

Scott, M., Teacher Effectiveness: A Position, DARCEE Fapers and
Reports, 3(8), 1969, J, F, Kenned;aenter for Research and Education

and Human Development, George Peabody College for Teachers,
Nashville, Tennessee,

Sears, P, and E, M, Dowley, Research On Teaching In The Elementary
School. In Gage (ed.), Handbook of Research On Teaching. Chicago:
Rand McNally and Company, 1963,

Seidman, J, M,, Adapting Schooling To Individual Differences., Journal
of Educational Psychology, 1948, 39, 141-148,

Underwood, B,, S, Grimmet and E, Brackney, Behavioral Analysis
in A Non-traditiona} Classroom, Unpublished manuscript, University
of Arizona, 1970,

Withall, J., The Developrment Of A Technique For The Measurement Of
Social-2motional Climate In Classrooms. Journal of Experiemental
Education, 1949, 17, 347-361,




35
Footnotes

1. The work reported herein was performed by the Arizona Center for
Early Childhood Education, a subcontractor under the National Pro-
gram on Early Childhood Education of the Ccentral Midwestern Re-
gional Educational Laboratory, a private non.profit corporation sup-
ported in part as a regiona: educational laboratory by funds from the
United States Office of Education, Department of Health, Education
and Welfare, The opinions expressed in this publication do not
necessarily reflect the position or policy of the Office of Education,
and no official endorsement by the Office of Education should be
inferred,

2. Carol Rubow is serving as training coordinator at the Arizona Cenier
for Early Childhvod Education, Joseph Fillerup is the Follow Through
Director at the Arizona Center for Early Childhood Education,

3t



